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In an increasingly globally interdependent world, proficiency in a second language and the 
ability to function interculturally are seen as important assets, even necessities. In Australia, 
the importance of second language skills has been recognised at the policy level by the 
inclusion of languages other than English as a key learning area nationally (MCEETYA, 
1989 & 1999) and as part of the core curriculum in Queensland where Indonesian is one of 
the priority languages in the state. In Indonesia, English is the most widely taught foreign 
language in schools and is compulsory for most secondary students. This paper presents an 
account of a developing project designed to enhance the language proficiency and cultural 
awareness of students of both Indonesian and English through inclusion in their language 
program of computer-mediated exchanges. Ten schools in Indonesia and fifteen schools in 
Queensland are being linked in this large-scale tandem e-learning project, after a preliminary 
year-long feasibility study. This project, named QUIPNet (Queensland Indonesia Proyek 
Internet), is supported by the National Department of Education, Indonesia and by funding 
from the Queensland Office of Premier and Cabinet. 
 
Background 
Teaching for even modest proficiency outcomes requires time and considerable exposure to 
the language (Crawford, 1999a; Marinova-Todd et al., 2000). Teachers and students must 
engage as frequently as possible in real dialogue, in tasks which engage them actively in 
language use as a means of dealing with their world. To achieve this end Queensland’s new 
Years 4-10 Languages other than English (LOTE) syllabuses (QSCC, 2000) have adopted an 
embedded task-based approach designed to create contexts in which students “communicate 
by engaging in purposeful and active use of language in tasks which contribute to [their] 
understanding of a range of issues and concepts, and which involve negotiation and 
socialisation with peers” (QSCC, 1998:5). 
 
The present project is designed to provide teachers and learners with a technology-enhanced 
context and environment formed by linking students with other learners/users of their chosen 
language and by extending the use of the language beyond the confines of the classroom. The 
authors are concurrently undertaking an investigation of the potential of this environment to 
increase learners’ intellectual engagement and the extent to which technology can help 
teachers and learners achieve purposeful language use. There is some evidence that electronic 
contacts between learners and native speakers can help provide richer contact with and 
understanding of the target culture (e.g. Lee, 1997; Furstenberg, et al., 2001; Appel & 
Gilabert Guerrero, 2001). This broadening of horizons is particularly important for students 
in regional and rural schools for whom the teacher may otherwise be their only expert 
interlocutor. Intercultural interaction with peers has the potential to be highly purposeful and 
so may serve to bring the second language alive. Another aim of this study, therefore, is to 
explore to what extent electronic communication with peers in another culture can assist 
students in these areas to engage in intercultural encounters and thus gain a deeper 
understanding of culture, both Australian and Indonesian. 
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Technology is also a key learning area as the new communications technologies are radically 
changing access to knowledge and how learning and many other aspects of daily life are 
carried out (Ortega, 1997). Education Queensland, for example, defines literacy in the 
technology arena as “the flexible and sustainable mastery of a repertoire of practices with the 
texts of traditional and new communications technologies via spoken language, print, and 
multimedia” (Education Queensland, 2000a: 9). Despite the proliferation of computers and 
electronic communications in modern society, many school children still have quite limited 
access to this technology during their formal education, particularly in the area of language 
learning. This is unfortunate as interactive technology can potentially be used to facilitate 
person-to-person interaction. In a recent discussion of conditions for optimal language 
learning environments, for example, Egbert, Chao & Hanson-Smith (1999) suggested that 
such environments need to provide learners with opportunities to  
• interact and negotiate meaning in authentic tasks; 
• interact in the target language with an authentic audience; 
• be exposed to and encouraged to produce varied and creative language; 
• be given enough time and feedback; and 
• be guided to attend mindfully to the learning process in an atmosphere with an ideal 
stress/anxiety level and in which learner autonomy is supported. 
 
The authors argue (Hoven, 1992; 1997a: 280-282, 316) that technology can support the 
achievement of such environments thanks to the high levels of interactivity (Felix 1998) now 
possible in computer assisted language learning (CALL). Kern and Warschauer (2000:13) 
suggest that these changes are the product of changing perspectives on language learning and 
teaching. For much of the twentieth century language teaching emphasised the formal 
analysis of the system of structures that make up a given language. From this structuralist 
point of view, the computer served to “provide unlimited drill, practice, tutorial explanation, 
and corrective feedback”. In line with cognitivist/constructivist views of learning, however, 
the next generation of CALL tended to shift agency to the learner who controlled the 
computer rather than being controlled by it. The interaction was still with the computer but 
there was considerably more scope for learner input and decision-making. The computer 
served to “provide language input and analytic and inferential tasks”. 
 
More recently, sociocognitive approaches to CALL have shifted the emphasis from learners’ 
interaction with the computer to interaction with other humans via the computer (Hoven, 
1997a; 1997b). From this perspective, the principal role of the computer is to “provide 
alternative contexts for social interaction; to facilitate access to existing discourse 
communities and the creation of new ones”. As Kern (2000:2) argues elsewhere “Preparing 
students to communicate in multiple cultural contexts, both at home and abroad, means 
sensitizing them to discourse practices in other societies and to the ways those discourse 
practices both reflect and create cultural norms”. It is at this highest level of interactivity that 
technology contributes to learning environments in which language acquisition is potentially 
supported through the authentic social action of learners (Debski, 1998), thus allowing them 
to experience language as a sociocultural practice which both shapes and is shaped by the 
context in which it is used. 
 
Such an approach is consistent with current theories of second language acquisition which 
stress the importance in the acquisition process of language use and the contextualised 
negotiation of meaning, form and content (Van den Branden, 1997; Gass, Mackey & Pica, 
1998; Pica, 2000). There is also evidence, however, that such discourse is difficult to achieve 
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in language classrooms (Foster, 1998) and may require a considerable change in approach for 
many language teachers (Thornbury, 1998; Mangubhai, Horwood, & Dashwood, 1999; 
Crawford, 1999b). This study seeks to investigate the potential for computer-mediated 
interaction to expand the discourse options available to teachers and their students and to 
engage them in real dialogues in which they can make full use of their evolving language 
repertoire (Swain, in press) as they negotiate meaning and explore differences in perspective 
in collaborative tasks with a worthwhile, non-linguistic purpose. The goal is not only that 
teachers and students develop a sense of ownership of these exchanges so that the texts 
produced are personally and culturally meaningful but also that the interaction becomes an 
integrated part of the school curriculum and serves as a basis for language development 
through appropriate focus on form (Long & Robinson, 1998; Skehan, 2000). Most studies of 
the role of interaction in language learning have focused on face-to-face encounters and there 
is a need to establish whether electronically-mediated exchanges “yield similar 
psycholinguistic effects” with regard to language learning as do oral face-to-face linguistic 
exchanges (Salaberry, 1999:105). The present project is also designed to develop networks 
across the rural/city divide in both countries as well as between the two countries and so will 
potentially allow participating students to gain a better understanding of their own culture as 
well as that of the other country (Furstenberg et al., 2001).  
 
While there has been considerable research on computer enhanced language learning, most of 
this has focused on tertiary programs (e.g. McMeniman & Viviani, 1997; Debski, 1997; 
Kern, 2000; Furstenberg, et al. 2001; Sengupta, 2001). The National Board of Employment, 
Education and Training 1996 report found use of interactive technologies in schools ‘patchy’ 
with less use of computer-mediated communication than at the tertiary level (NBEET, 1996). 
White (1996) likewise reported that computers are generally seen as peripheral to the 
curriculum with language teachers ‘last in the queue’ to gain computer access. Singhal 
(1998:5) reports a similar situation in the States where language teachers “have little 
experience with” online technology as “for the most part, computers in schools are used for 
business or computer science courses”. Education Queensland’s report on literate futures also 
suggests that “there is very little across-the-curriculum and pedagogical support or resources 
for innovation in engaging with the literacies of new technologies” (Education Queensland, 
2000a:77/78). The feasibility study for the current project carried out by the authors in 2000/1 
involved two visits to Indonesia, surveys, and several shorter visits to teachers in regional 
schools in Queensland and established that many of the tools and much of the infrastructure 
necessary for greater use of technology in language programs is already in place. However, 
while the teachers surveyed were very keen to use electronic communications technology, 
there is little evidence that they are currently taking advantage of these tools. This is 
consistent with the findings of Lankshear et al. (1997) that, even when the technology is 
available and teachers have received in-service training in its use, this does not necessarily 
lead to innovative pedagogies.  
 
There is some evidence, however, that technology can contribute positively to language 
outcomes. Gray & Stockwell (1998), for example, report increased usage of Japanese and self 
correction by university students in e-mail interactions with native speakers despite the 
absence of explicit instruction. There is likewise evidence that students using e-mail or on-
line conferencing engage in potentially authentic and autonomous communication which is 
likely to be longer and more complex than language produced for purely pedagogical 
purposes (Weckert, cited in Malcolm, 2001) or than language produced in face-to-face 
classroom oral discussions (Kern, 2000). 
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Gonzalez-Bueno (1998) found that some students in her study took advantage of the 
opportunity offered by the electronic medium to develop conversation-like language which 
they did not develop in in-class speaking activities because of shyness and/or fear of making 
mistakes. She likewise found that e-mail dialogue discussions with the teacher were longer 
and therefore potentially more conducive to language acquisition than paper-and-pencil 
journals and that students writing from home wrote more than those using the university’s 
computers. The asynchronous nature of the communication meant students could work at 
their own pace and in their own time. They could consult dictionaries or other references, 
thus having an opportunity to stretch their output in achieving their communicative goal. 
 
Sotillo (2000) found similar results in terms of length and syntactic complexity in a 
comparison of synchronous and asynchronous discussions but found the teacher played a 
much less dominant role in the synchronous discussion. The synchronous exchanges 
appeared to facilitate learner output but this was not always focused on the topic under 
discussion. The asynchronous discussions, on the other hand, tended to stay more on task, 
perhaps because they were more similar to the interaction found in traditional language 
classroom discourse: teacher request - student response - teacher evaluation. Felix (2001) 
focused on the attitudes of the primary, secondary and tertiary students in her two studies. 
She concluded that learners at least see this environment as viable for language learning with 
advantages such as flexibility, variety and access to a wealth of information and authentic 
materials potentially outweighing disadvantages such as distractions and getting lost or 
absence of the teacher. The school students, however, were noticeably more negative than the 
tertiary students, particularly with regard to malfunctioning technology. This may be because 
schools are less well equipped. Many of the disadvantages cited, in other words, may be both 
temporary and fixable, once schools develop appropriate access to adequate computing 
resources and support staff. 
 
Research and other outcomes 
Having outlined the background to the project, it is now time to examine some of the research 
outcomes and tangible products that can be expected to emerge. Broadly speaking, these can 
be seen as recommendations and suggestions for teachers and administrators who are 
considering the integration of skills from information technology and electronic 
communications into other discipline areas, particularly language. Areas being investigated 
can be classified as pedagogical (organization, analysing and presenting of tasks, teaching of 
preparatory skills), and linguistic (language skills). One of the major problems in examining 
language development or trying to measure proficiency in an integrated technology-enhanced 
learning environment, is lack of control over the number and nature of the variables involved. 
The linguistic goal of this study is therefore not so much to see how computers can improve 
learners’ proficiency but to examine the development of genre and registers used by learners 
of both target language and L1 in this form of electronic communications and how 
information and ideas are negotiated and exchanged. 
 
Specifically, anticipated outcomes include: 
(i) recommendations based on an overview of the current and evolving use of 
technology in the teaching of Indonesian in Queensland and Indonesian and 
English in Indonesia; and  
(ii) frameworks for a series of interactive technology-mediated tasks which language 
teachers can adapt to meet both curriculum requirements and the learning needs 
and interests of their own students. The study will also investigate the following 
issues (means of data collection in brackets): 
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• the languages used in completing the tasks (L1 and L2) (classroom 
observation, records of electronic interactions);  
• the evolution of the tasks over the period of the project as teachers and 
students become more familiar with the technology (task specifications; 
records of electronic interactions); 
• the extent to which learners are willing to use the technology to negotiate 
meaning in their target language (records of electronic interactions, student 
interviews); 
• the impact of different task types on the language learners produce (classroom 
observation, records of electronic interactions);  
• the effectiveness of the tasks in developing learner proficiency and 
intercultural competence (task specifications, school-based assessment, 
teacher/student interviews) 
• the ways in which teachers can appropriately use computer-mediated 
interactions as a basis for expanded classroom interaction (classroom 
observation, teacher interviews); 
• the attitude of teachers and students to this use of technology in the language 
program (teacher/student interviews, questionnaire). 
(iii) a web page on which teachers and others can view student work and the tasks 
undertaken. During the project, participating teachers from rural and city-based 
schools in both countries will be able to use this to work collaboratively in 
planning, carrying out, evaluating and sharing tasks. 
 
Tandem language learning projects 
The use of student-student communication, including international or inter-cultural exchange 
has been a feature of language programs for many years, usually in the form of pen-pals or 
exchange of written or printed material or gifts. More recently, this form of language and 
culture learning extension has been adopted in technology-enhanced environments and given 
the name ‘Tandem Learning’ (Glässman & Calvert, 2001). Numerous projects are now being 
implemented following this model, particularly in Europe (Little, et al., 1999; Appel & 
Gilabert Guerrero, 2001; see also: http://www.tandem-f.org/pages/explieng.htm and 
http://www.tcd.ie/CLCS/assistants/kschwien.html). Tandem language learning can take many 
forms and be organised in many different ways. However, the identifying feature is that 
learners work in tandem, meaning that there are partnerships established, learners work 
together for mutual benefit and that both sides participate and contribute in a fairly equitable 
arrangement. In practical terms, this usually means that when classes of learners are working 
together, there are approximately equal numbers of students in each class and the agreement 
is made that each side should make equal use of their target language and their partner 
group’s first language. As will be discussed later in this paper, in QUIPNet, tandem e-
learning is complicated by several factors, including differences in class sizes and levels of 
availability of technology. 
 
The implementation of tandem e-learning varies considerably with the context. Some models 
of tandem e-learning include (after Glassman & Calvert, 2001): 
1. electronic communication between schools prior and subsequent to an exchange or 
visit program  
 - in- and outside of class time 
 - supplemented by exchange of other resources/ materials e.g. brochures, videos, 
photos & slides 
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2. whole-class, real-time exchange of personal information, music, sport, entertainment 
etc 
3. teacher-supervised extra-curricular at school using school facilities e.g. teacher-
initiated but developed subsequently in students’ own time and under their direction 
4. extension projects initiated by exchange teachers for their classes: 
 - parallel tasks in both countries 
 - tasks available on website 
- tasks worked at school in teacher-supervised time outside of normal class activity 
5. synchronous class-class communication using school IT facilities 
6. younger high school-age learner-participants: 
- different sex matching 
- guided to cover curriculum topics 
7. older high school-age learner-participants: 
- within curriculum topics 
- greater autonomy encouraged 
- greater collaboration between partners re correcting work & gathering information 
for each other 
8. individual, teacher-arranged task-based pairing 
- approved out-of-class time allocated 
- tasks provided by teachers for students who otherwise would not have been able to 
participate in a country visit 
9. individual, student-arranged pairing 
- out-of-class time 
- tasks provided by teachers 
- ‘portfolio’ submitted for assessment 
10. small-group teacher-organised visits to internet café for regular, asynchronous 
exchange of e-mail 
 - language counselling support from teacher for language errors & affective side (in 
real café) 
11. teacher-organised school or home completed e-mail tasks chosen by student pairs 
from bank available on shared web page 
 - regular teacher support 
 - certificates awarded for completion of tasks at different stages 
12. Student-student privately organised tandem partner e-mail exchange for mutual 
language practice, correction & improvement. 
 
Because of the diverse nature and number of schools participating in QUIPNet, several of the 
models above are being implemented in the project. In schools which already have 
classrooms of networked computers, models 3 and 4 are possible. Model 7 is common across 
all schools, as we are only working with senior high school students at this stage. Model 8 is 
probably the most popular, as it can be implemented independent of varying assessment 
requirements at different schools, and can be carried out at school, in internet cafes, or on 
students’ own computers at home, either in groups or individually. Some aspects of models 
10 and 11are therefore incorporated into many of the tandem groupings. Models such as 2 
and 5 which involve real-time or synchronous communication are not part of the project in 
the initial stages, mainly because of the three-hour time difference between the two countries, 
the difference in school attendance times, and the disparity in levels of facility availability 
both among schools and between the two countries. 
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Role and context of QUIPNet 
One of the aims of QUIPNet is to identify a plan of action to give students in schools a wider 
and more comprehensive exposure to learning language using communications technology 
and to assist teachers in developing appropriate pedagogies to ensure this contact is effective 
linguistically and inter-culturally (Carr, 1999). 
 
As well as exploring the discourse possible through the use of technology, the research study 
accompanying QUIPNet is also exploring the pedagogical implications of such uses of 
technology, particularly in school contexts and with school-age language learners. 
Participating teachers are encouraged to identify ways in which they can access existing 
school computing resources and then develop and evaluate pedagogies that integrate their use 
coherently in achieving improved communicative outcomes in their programs. The study is 
also investigating student responses and the learning strategies they need to develop if they 
are to benefit from the extended opportunities made possible through the use of 
communications technology. 
 
Overall the project therefore aims to: 
• provide opportunities for intercultural interaction among peers (teachers and students); 
• engage students actively in real dialogue; 
• engage students in real world tasks; 
• create networks of students and teachers within and between countries; 
• help language learners and teachers develop useful IT communication & collaboration 
skills; 
• investigate types of tasks most appropriate for these situations; 
• investigate the discourse strategies and dialogic interaction of students participating; and 
• compile a handbook for new teachers and students coming to this kind of interaction 
(protocols, warnings, suggestions, advice). 
 
For Queensland and Indonesian high school students participating in QUIPNet, the benefits 
include access to ‘real-life’ partners of a similar age in the tandem country, making friends 
with people of similar age in the other country, helping to make learning a second language 
more realistic and increasing their competence in the use of the internet and e-mail. From the 
teachers’ perspective, this kind of project can provide a more realistic context for second 
language learning, increase learners’ interest and motivation, and provide more 
contextualised language practice. By providing their students with direct communication with 
their peers in the tandem country, teachers will be in a better position to help them break 
down cultural stereotypes, while at the same time incorporating the acquisition of valuable 
skills in information technology into language classes. As shown by previous studies in 
university and school tandem projects (Glässman & Calvert, 2001; Furstenburg et al., 2001) 
students benefit from having language models other than their teachers, and some whole-
school effects emerge as a result of these cross-cultural exchanges. Where teacher exchanges 
and in-country visits are possible, e-tandem exchanges prior and subsequent to the face-to-
face encounters have been shown to increase greatly the language benefits of the visits alone. 
 
In this project, therefore, the operating principles are based on collaboration and cooperation 
between and among teachers and students, the cultivation of a sense of responsibility on the 
part of learners for their own learning, activity and expectations, and an understanding of the 
importance of respect for others’ beliefs, outlooks and social and cultural contexts. 
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Findings of the feasibility study and practical considerations 
In 2000-1, a feasibility study was carried out in Queensland and Indonesia to investigate the 
possibility of establishing a tandem e-learning project between high schools in these 
locations. Through the cooperation of the Indonesian Language Advisor of Education 
Queensland, schools in Queensland where Indonesian is taught were identified and the 
teachers surveyed for their willingness to participate in a tandem project and their interest, 
skills and confidence in the use of electronic communications for teaching language. 
Teachers who responded positively to the survey were then contacted personally by the 
project leaders for further information about their schools, students, and learning 
environments. Findings of this survey on the issue of use of technology for language learning 
were consistent with those of White (1996). However, a large proportion of teachers surveyed 
indicated enthusiasm for incorporating CMC into their teaching and reported that they did, or 
could have access to the necessary facilities. On this basis, fifteen schools were then 
identified as being good candidates to participate in QUIPNet from the Queensland side. 
 
To determine the situation in Indonesian schools, the project leaders and research assistants 
made three trips to Indonesia (Java and Bali), consulting with the Directorate for Youth 
Affairs, and the Directorate for Extra-Curricular Education, National Ministry for Education, 
and liaising with the Deputy Commissioner to Indonesia and Queensland Representative to 
Central Java of the Queensland Government Representative Office. Through the cooperation 
of staff of these offices, a range of possible candidate schools was identified and visited, 
including several Islamic boarding schools, Catholic and Christian private schools, and some 
mainstream and vocational state schools. From these visits, ten schools were identified as 
having internet connections and capable and interested staff. 
 
As a result of the feasibility study, it was decided to start slowly, with those schools which 
already have internet connections or, in some cases in Indonesia, which have an internet café 
on the school campus. Compared to the Queensland schools, more Indonesian schools tended 
to use out-of-school facilities such as internet cafes or the students own computers and that 
the Indonesian students were more used to working in groups at a single computer. It was 
also found that in Indonesia, computing facilities and internet connectivity are more likely to 
be located in vocational high schools which teach information technology, business and 
accounting, and secretarial skills. Nevertheless, this is an advantage, as English is a 
compulsory second language in all these schools. In Queensland, on the other hand, fewer 
students studying Indonesian as a foreign language are also studying IT or have advanced 
skills in the use of e-mail and internet software. Another finding relating to the provision of 
technology is that in many Indonesian schools there is only one phone line in the whole 
school and therefore creative solutions are being found to incorporate a data feed and the 
voice line simultaneously. 
 
Because of the pressure of population in Indonesia, and the fact that EFL is usually a 
compulsory subject, class sizes in schools tend to be considerably larger than in Indonesian 
LOTE classes in Queensland high schools where Indonesian is an elective subject. In order to 
address the issue of disparate class sizes, we have started with a single class in each of the 
Indonesian schools and attempted to match these with two Queensland schools. Further 
discussion and consultation with the teachers involved may reveal more creative or 
satisfactory solutions to this problem. 
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From a curriculum perspective, several differences were found. As anticipated, the syllabus 
for English as a Foreign (EFL) in Indonesia is similar to the LOTE syllabus in Queensland, 
while extensive correspondence exists between the mainstream Indonesian syllabus in 
Indonesia and English in Queensland. This is a useful finding as it means that students in 
each country are already familiar with the kinds of tasks, topics and skills that are needed for 
the tasks in this project (for task examples, see also: 
http://jcs120.jcs.uq.edu.au/~dlh/pres/TasksJCCDLH.htm). As regional autonomy is starting 
to be introduced in Indonesia, including in the area of education and curriculum, individual 
schools now have some choice about to what extent they follow the national curriculum and 
which additional or new subjects they offer their students, including freedom in the selection 
of assessable tasks. However, in some private schools surveyed in Indonesia, less freedom is 
available to teachers in the area of assessment, mainly due to stipulations of the governing 
body of the schools. 
 
Specific features and complications of QUIPNet compared to other tandem projects 
Among tandem projects being run elsewhere in the world, QUIPNet is unusual for the 
number of participating schools and the range of participating school types. In other places, 
only one school in each country participates, with a cooperating teacher or team of teachers in 
each school (http://www.tandem-f.org/pages/explieng.htm). Another major distinction of this 
project is that it is running between a technically developing country, and an already 
developed one. For this reason, teachers, principals and governing bodies in Indonesian 
schools have had to find creative solutions for the provision of appropriate facilities for their 
students. A major problem which is still being addressed, is the different teaching calendars 
and timetables between Indonesia and Queensland. Due to the lengthy period of residence 
and administration of the Dutch, for example, the Indonesian teaching year follows the Dutch 
model, with the new school year commencing in September, while in Queensland this occurs 
in late January. In addition, with the high proportion of Muslims in the country and religious 
pluralism, various Muslim, Christian, Buddhist and Hindu holy days are all public holidays, 
including a month for the Muslim fasting month of Ramadhan, which takes place at a 
different time each year. This is a major consideration, since, for purposes of equity and 
distribution, several Muslim and Catholic schools as well as mainstream and vocational state 
schools are involved in the project. 
 
For these and other administrative reasons, QUIPNet is more ambitious and complicated than 
tandem projects in other places described earlier. Critical to the success of individual tandem 
class relationships is the establishment of a good working relationship and channels of 
communication between the teachers of participating classes from the outset. It is important 
that these teachers become tandem partners first, getting to know each other, exchanging 
information on syllabus, teaching materials and approaches, and finding out about each 
others’ students. Suggestions on how to begin this relationship are included in the first 
message to teachers notifying them of the address of their partner school and the names of the 
language teachers there. In keeping with the findings of other tandem projects (Glässman & 
Calvert, 2001; Appel & Gilabert Guerrero, 2001), teachers are also reminded that students 
will write about topics that their partners want and need to know about, that they will correct 
each others’ work, sometimes not very subtly, and that they will provide each other with 
material for assessment, including work for assessment and subjects outside of the project. 
Teachers therefore need to be flexible in their modes of delivery, and creative and perceptive 
in how they prepare their students for the shared tasks, and how they monitor and assess both 
products and learning processes of participating students. 
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With these issues in mind, a certain level of guidance is necessary for and by teachers. A 
series of professional development workshops is being held for teachers to share their 
concerns and solutions to problems that arise, as well as to ask questions about the process. 
These workshops include elements of IT and CMC skill development and how such skills can 
be incorporated into language programs. E-mail support is also offered by the coordinators of 
QUIPNet, and a web-based forum for teachers is being established to provide an venue for 
discussion of problems and the exchange of ideas, suggestions and solutions. 
 
Conclusion 
As technology and computer-mediated communications permeate increasingly more of our 
daily and working lives, it is important to equip school students with the necessary skills and 
understandings to allow them to feel and be competent in these areas. In both Queensland and 
Indonesia, the learning of a second language in formal education in remote locations is 
hampered by distance and isolation. Computer-mediated communication and the 
establishment of electronic means of participating in collaborative and group work therefore 
provides the possibility for all students to learn a second language and culture at the same 
time as they acquire useful work skills. Since very little research has yet been done on high 
school age L2 learners using CMC, QUIPNet will provide a model for the design and 
implementation of other tandem projects, and contribute valuable information about the 
language use and development, genre and register used by L2 learners in a CMC learning 
environment. 
 
From a sociocultural perspective, and based on the findings of projects with older learners 
discussed earlier, it is anticipated that QUIPNet will help high school L2 students gain 
experience and understandings which will facilitate more effective communication in the next 
generation than has been the case with current and previous ones. 
 
References 
Appel, C. & R. Gilabert Guerrero. 2001. Motivation and task performance in a task-based, 
web-based tandem project. Paper presented at EuroCALL 2001 Conference on E-
Learning. Nijmegen, The Netherlands, Nijmegen University, 29th August – 1st 
September, 2001. 
Crawford, J. 1999a. Should we be talking languages up or talking them down? Australian 
Language Matters 7(4): 9-10. 
Crawford, J. 1999b. Teacher Response to Policy and Practice in the Teaching of LOTE. 
Unpublished PhD thesis. School of Cognition, Language and Special Education. 
Brisbane, Griffith University. 
Debski, R. 1997. Support of creativity and collaboration in the language classroom: A new 
role for technology. In R, Debski, J. Gassin and M. Smith (Eds). Language Learning 
through Social Computing. Applied Linguistics Association of Australia Occasional 
Papers 16. 
Education Queensland. 2000a. New Basics Curriculum Organisers. Brisbane: Education 
Queensland. 
Education Queensland. 2000b. Literate Futures: Report of the Literacy Review for 
Queensland State Schools. Brisbane: Education Queensland. 
Egbert, J., C.-C. Chao & E. Hanson-Smith. 1999. Computer-enhanced language learning 
environments: An overview. In J. Egbert & E. Hanson-Smith (eds). CALL 
environments: Research, practice and critical issues. Alexandria, VA: TESOL. 
 11 
Felix, U. 1998. Towards meaningful interaction in multimedia programs for language 
teaching. On-CALL 12 (1). <http://www.cltr.uq.edu.au/oncall/felix121.htm> (Accessed 
3/5/01) 
Foster, P. 1998. A classroom perspective on the negotiation of meaning. Applied Linguistics 
19(1): 1-23. 
Furstenberg, G., S. Levet, et al. 2001. Giving a virtual voice to the silent language of culture: 
The Cultura project. Language Learning & Technology 5(1): 55-102. 
Gass, S. M., A. Mackey, & T. Pica. 1998. The role of input and interaction in second 
language acquisition: introduction to the Special Issue. The Modern Language Journal 
82(iii): 299-307. 
Gläsman, S. & Calvert, M. 2001. Tandem Language Learning in Schools. Sheffield: Philip 
Armstrong Publications. 
Hoven, D. 1992. CALL in a Language Learning Environment. CÆLL Journal, Vol 3, No. 2, 
Summer: 19 - 27. 
Hoven, D. 1997a. Improving the management of flow of control in computer-enhanced 
listening comprehension for adult second language learners. Doctoral dissertation, 
Brisbane: University of Queensland. URL: 
 http://jcs120.jcs.uq.edu.au/~dlh/thesis/ 
Hoven, D. 1997b. Instructional design for multimedia: Towards a learner-centered CELL 
(Computer Enhanced Language Learning) Model. In Murphy-Judy, K. A. (ed.) NEXUS 
- The convergence of language teaching and research using technology. Nth. Carolina: 
CALICO: 98-111. 
Kern, R. 2000. Literacy and Language Learning. Oxford: Oxford University Press. 
Lankshear, C., C. Bigum, B. Green, E. Honan, W, Morgan, J. Murray, I. Snyder and M. 
Wilde. 1997. Digital Rhetorics: Literacies and Technologies in Education. Brisbane: 
Queensland University of Technology Press. 
Lee, L. 1997. Using internet tools as an enhancements of C2 teaching and learning. Foreign 
Language Annals 30 (3), 411-427. 
Little, D., E. Ushioda, M. C. Appel, J. Moran, B. O'Rourke, & Schwienhorst, K. (1999) 
Evaluating Tandem Language Learning by E-mail: Report on a Bilateral Project. CLCS 
Occasional Paper No. 55. Dublin: Trinity College, Centre for Language & 
Communication Studies. 
Long, M. H. and P. Robinson. 1998. Focus on form. In C. Doughty and J. Williams.  (Eds). 
Focus on Form in Classroom Second Language Acquisition. Cambridge, Cambridge 
University Press. 
Mangubhai, F., B. Horwood, & A. Dashwood. 1999. Primary LOTE Teachers' 
Understandings and Beliefs about Communicative Language Teaching: Report on 
Phases II and III of the Project. Toowoomba, Centre for Research into Language 
Teaching Methodologies/Language Australia. 
Marinova-Todd, S. H., D. B. Marshall, et al. 2000. Three misconceptions about age and L2 
learning. TESOL Quarterly 34(1): 9-34. 
McMeniman, M. & N. Viviani. (Eds.). 1997. The Role of Technology in the Learning of 
Asian Languages - A Report on the Griffith University National Priority Reserve Fund 
Project. Canberra: Language Australia. 
Ministerial Council on Employment, Education, Training and Youth Affairs (MCEETYA). 
1989. The Hobart Declaration. Canberra: Author. 
Ministerial Council on Employment, Education, Training and Youth Affairs (MCEETYA). 
1999. The Adelaide Declaration. Canberra: Author. 
NBEET. 1996. The Implications of Technology for Language Teaching. Canberra: National 
Board of Employment, Education and Training. 
 12 
Ortega, L. 1997. Processes and outcomes in networked classroom interaction: Defining the 
research agenda for L2 computer-assisted classroom discussion. Language Learning & 
Technology 1(1): 82-93. 
Pica, T. 2000. Tradition and transition in English language teaching methodology. System 28: 
1-18. 
QSCC. 1998. Years 4-10 First Draft Sourcebook Guidelines-in-Development. Brisbane: 
Queensland School Curriculum Corporation. 
QSCC. 2000. Languages other than English Years 4 to 10 Indonesian Syllabus. Brisbane: 
Queensland School Curriculum Council. 
Sengupta, S. 2001. Exchanging ideas with peers in network-based classrooms: An aid or a 
pain? Language Learning & Technology. 5 (1). 
Skehan, P. 2000. “Choosing and using tasks: Research contributions.” TESOL in Context 
10(2): 18-26. 
Thornbury, S. 1998. “Comments on Marianne Celce-Murcia, Zoltán Dörnyei, and Sarah 
Thurrell's "Direct approaches in L2 instruction: A turning point in communicative 
language teaching?".” TESOL Quarterly 32(1): 109-116. 
Van den Branden, K. 1997. “Effects of negotiation on language learners' output.” Language 
Learning 47(4): 589-636. 
White, P. 1996. Language and Technology in Schools. Australian Language Matters 4(1): 20 
& 19. 
 
 
 
 
